perceived as an early predictor of social mobility for students whose parents had less than a college degree and worked in low-skilled jobs. As the amount of required schooling has increased for many occupations, researchers have had to adapt their understanding and the predictive value of that once highly valued question: how far beyond high school graduation did a student expect to continue his or her education? Today aspirations in and of themselves are especially less predictive of future outcomes in relation to college enrollment for Measuring educational aspirations in the 1960s was commonly viewed as the single most important factor in determining how adolescents made sense of their future plans and whether such plans were realistic or not. The sociologist James S. Coleman, one of the leading scholars of the time, along with other researchers viewed aspirations as having lifelong significance, influencing both career choices and future earnings (Alexander, Bozick, and Entwisle 2008; Andrew and Hauser 2011; Coleman et al. 1966; Morgan 2005) . Aspirations were also multiple reasons, including financial constraints (Dynarski and Scott-Clayton 2013) , inadequate academic preparation (Riegle-Crumb and Grodsky 2010), and lack of information regarding the college admission process (Hoxby and Avery 2012) .
Although there are clear limits to the predictive value of aspirations, they are still considered an index of one's knowledge of education pathways and occupational choices, which are modified in turn by family, peer groups, and schooling experiences. More recently, models that use measures of aspirations to predict college status take into account a variety of high school factors, including students' achievement and subjective values, their exposure to and familiarity with college information, and their academic preparation while in high school. This focus on the contextualization of aspirations can be traced to Coleman's view, as articulated in The Adolescent Society (1961) and the Equality of Educational Opportunity report (1966) , that adolescents' education plans are the consequence of the socialization process they experience in the family and during high school. This perspective has, in part, driven the analysis for this study.
In contrast to the 1960s, the transition from high school to college for today's students is a very complicated process; there are a wide range of postsecondary institutions to which a student can apply, multiple fields in which to study, and numerous financial aid programs to select from to support his or her ambitions. Furthermore, an increasingly influential societal norm-reinforced by policymakers and often referred to as "college for all"-suggests that everyone needs to receive some type of postsecondary education (Rosenbaum 1997) . Most adolescents in high school believe that attending and graduating from college will make them more viable job applicants in an increasingly competitive labor market. A college degree is seen as the signal of employability and considered the minimum qualification needed for later financial as well as social success. Students rarely think about being overqualified or too educated for positions that require little of their knowledge, skills, or prior work experiences (National Center for Education Statistics 2015a). The college diploma could be thought of as the twenty-first-century driver's license that is flashed to travel, obtain money, and participate in civic life (for an analysis of civic participation among young adults, see Nie, Junn, and Stehlik-Barry 1996) .
One of the major findings of the EEO report was that, in the 1960s, African Americans did not enroll in college at the same rate as whites. Although educational aspirations have continued to rise since the 1960s, these aspirations have not translated into actual postsecondary enrollment, especially for some racial and ethnic groups. Why is this so, especially since many high schools have significantly altered their programs and now offer more opportunities for students to learn about and be prepared for college? To answer this question, we compare EEO findings with results from analyses using the most recent national longitudinal data set, the High School Longitudinal Study of 2009 (HSLS:09), taking into account individual characteristics as well as concrete knowledge about college and academic preparation, which we suspect may influence postsecondary enrollment. Unlike the EEO report, which focused on black-white comparisons, our analysis examines the differences in college aspirations, preparation, and enrollment among the more diverse populations that now attend U.S. high schools.
comPa ring eeo Findings W iTh recenT n aTion a L LongiT udin a L s T udies
It has now been fifty years since the EEO report, and reviews of its major findings suggest that many of the same problems that beset secondary school students then have continued. Despite high educational aspirations, black enrollment in postsecondary school continues to be proportionately lower than it is for whites. In 2012, only 36.4 percent of the black population between the ages of eighteen and twentyfour were enrolled in degree-granting postsecondary institutions, whereas for whites and Asians the numbers are 42.1 percent and 59.8 percent, respectively (NCES 2015b). Blacks are not the only minority group that proportionately fails to enroll in college. Hispanics and multiracial groups also enroll in postsecondary institutions in numbers lower than their : proportion in the population would indicate -37.5 percent and 39.4 percent, respectively (NCES 2015b) . To understand why this enrollment pattern has continued, we compare some of the student and school factors that were studied in the EEO report with similar items found in the most recent HSLS:09. Additionally, we include several factors that research has demonstrated to influence college preparation, such as taking advanced courses, to determine the relative importance of these factors in explaining variation in racial and ethnic postsecondary enrollment.
For example, a number of items in the EEO report tend to be overlooked but have recently been suspected of influencing college attendance. These lesser-known items comprise a set of subjective constructs that includes academic commitment, self-concept, effort, and resistance. Similar items can also be found in HSLS:09, and they are included in our multivariate models predicting postsecondary destinations. With respect to postsecondary knowledge, we also have comparable information regarding reading college materials, meeting with guidance counselors, and preparing for college entrance exams. One major difference between the two data sets is a measure of advanced-course taking, which in the EEO report is limited to students' high school program (college, general, or vocational), whereas in HSLS:09 we have access to the restricted transcript file that identifies the actual courses students took in high school. Although HSLS: 09 is clearly not identical to the EEO sample, many of the items in both surveys provide enough of an overlap to justify making comparisons.
Several unique characteristics of the HSLS: 09 data set make it different from other national longitudinal data sets and from the EEO sampling frame. First, HSLS:09 began early in the students' high school careers (the fall of ninth grade) and obtained a series of baseline information (for example, key covariates such as sex, race and ethnicity, and family background) that we use in our analytic models. In previous longitudinal studies-such as the Education Longitudinal Study of 2002 (ELS:2002 -each follow-up wave of respondent populations had its cohorts freshened so that the retained sample for each wave could be generalized to the population as a whole.
1 That is not the case with the HSLS:09, in which no sample freshening has occurred. Our analytic estimates are therefore only generalizable to the ninth-grade student populations in 2009 in the United States.
Second, the first follow-up of HSLS:09 was conducted in the spring of students' eleventhgrade year. The EEO sample was collected when the students were in twelfth grade. One of the reasons for the change in the HSLS:09 sampling period from prior national longitudinal studies was the ability to collect more accurate and earlier information on postsecondary plans and enrollment. Surveying in the eleventh grade makes it possible to obtain a more definite estimate of students' actual aspirations and plans without the confounding effect of the college application plans and outcomes typically occurring in the junior and senior years. Administering a second follow-up over the summer after high school graduation and in the early fall of that same year captures more precise measures of actual destinations immediately after high school graduation.
Third, this updated post-senior year survey from June to November following high school graduation identifies a wide range of categories for enrollment in various types of postsecondary institutions and schooling and training opportunities. Over the past thirty years, distinctions between pathways after high school have typically been reduced to more simplified categories, primarily focusing on two-and four-year college attendance (see, for example, Perna and Titus 2005; Rouse 1994 ). This new set of post-high school classifications consists of enrollment in: (1) a four-year institution; (2) a two-year institution; (3) a certificate or diploma program; (4) courses in a nonspecific 1. A freshened sample includes new participants added to a longitudinal sample plus the retained participants from the longitudinal sample used to produce cross-sectional estimates of the population of a given student cohort for each subsequent wave of a longitudinal data collection.
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program; and (5) "other." Similar to the categories used in EEO, the third option is an increasingly important post-high school destination, particularly for students with limited financial resources. Often offered in two-and four-year colleges, these training programs (for example, early childhood education, computer technology, laboratory technician) can also give students the opportunity to take other college courses offered in person or online. This third option constitutes a category distinct from the first two options in our college outcome measure.
asPir aTions a nd coLLege enroLLmenT
Since the 1960s, studies have shown that aspirations change over time and tend to edge downward as they become more realistic (Jacob and Wilder 2011) . This would suggest that what Coleman found, at least for black twelfthgraders in 1960s, may have been confounded by macro-societal conditions at the time. There is some evidence to suggest this was the case, as Coleman argued that acquiring additional education beyond high school was an important mechanism for blacks to achieve social mobility. During the 1960s, a number of employment opportunities opened up for black graduates following the Civil Rights Act of 1964 (Chay 1998) , including the teaching profession (Freeman 1977) and jobs within the federal government (Heckman and Payner 1989) . These societal changes may have inspired twelfthgrade black students to aspire to a college degree at considerably higher levels than found in previous studies (Schneider and Stevenson 1999) .
In the 1960s, 84 percent of all students expected to obtain some postsecondary education and would have been satisfied with any college degree, not necessarily a four-year or graduate degree (see Coleman et al. 1966, 283, table 3.13.6) . Today the situation is quite different. The majority of eleventh-grade high school students within various racial and ethnic groups aspire not only to attend college but eventually to enroll in graduate or professional school (see table 1 ). Comparing aspirations across racial and ethnic groups, nearly half of Asians expect to attend graduate school (45 percent), followed by blacks (41 percent), whites One major difference between the 1960s and today is that blacks were previously only more likely than whites to expect to attend college but in actuality did not enroll in college at the rate that their aspirations suggested. Coleman, using college admissions data from the Higher Education Branch of the Office of Education, showed that only 2 percent of the total postsecondary enrollment (including two-and four-year colleges and other types of higher education institutions) were black, whereas whites made up 95 percent of that enrollment and other nonwhites totaled 3 percent.
The proportion of blacks who enter college immediately after high school graduation has grown dramatically since Coleman's time and now has caught up to the rates for whites but not those for Asians (NCES 2016) .
3 The situation is somewhat different when we examine four-year college enrollment. Four-year college enrollment patterns captured in HSLS:09 indicate that blacks (21 percent), Hispanics (16 percent), and multiracial students (16 percent) in 2013 are much less likely than whites (37 percent) and Asians (50 percent) to attend these types of postsecondary institutions (see table  2 ). There does not seem to be a racial or ethnic difference in two-year college enrollment, with the exception of Hispanics, who are more likely to enroll in a two-year college.
In contrast to the EEO study, which was a cross-sectional study, HSLS:09 tracks students' educational aspirations and enrollment over time. Figure 1 presents a longitudinal perspective on educational aspirations from high school (ninth and eleventh grades) to college enrollment status in the year after high school graduation for HSLS:09 respondents. Nearly 60 percent of high school students aspired to ob- The racial status of a small number of students is identified as "other," including non-Hispanic American Indian, Alaska Native, Native Hawaiian, and Pacific Islander. They are included in the "all" category but not shown in the table as a separate group.
2. All comparisons in tables 1 to 5 have been tested for statistical significance, using Bonferroni adjustments, and are significant at the 0.05 level.
3. While these rates seem to suggest that race may not be an important indicator of inequality of educational opportunity, it is important to point out that blacks and Hispanics are more likely to attend two-year institutions, to enroll in remedial courses, and to have higher dropout rates and lower completion rates in these institutions than whites and Asians (Saw 2016a) .
:
p o s t s e c o n d a r y a s p i r a t i o n s a n d e n r o l l m e n t 6 3 tain at least a bachelor degree when they were in ninth grade and eleventh grade; however, only about 30 percent of them enrolled in a four-year college in the fall immediately after their high school graduation. Today the greatest mismatch between aspirations and actual enrollment occurs in four-year college enrollment (Roderick, Coca, and Nagaoka 2011) . In his analysis of the aspirations and postsecondary enrollment of black students, Coleman argued that the failure of blacks to matriculate could be traced to the fact that they lacked concrete knowledge about college, especially information on college requirements and programmatic offerings. Is this the case today? Recent studies have focused on randomized trials to study the impact of imperfect information and suggested that this may be the reason for lower college enrollment (see, for example, Castleman, Arnold, and Wartman 2012; Hoxby and Turner 2013) . In the following analysis, we examine the issue of concrete college knowledge or imperfect college information and distinguish it from college academic preparation. We argue that academic preparation has become a major stratification mechanism, especially for low-income minority students, as nearly all high schools have instituted some types of programs to assist students in acquiring college knowledge and admission information.
coLLege knoW Ledge
Coleman did not view aspirations as the sole determinant of college attendance; he argued that, when determining behavioral choices, it is imperative to examine both objective and subjective measures (Coleman 1990) . 4 Objective measures are those actions that demonstrate an individual's interest in and performance toward a particular outcome, such as grades. Subjective measures are individuals' perceptions about themselves regarding their actions and the actions taken by others, such as feeling good about oneself and feeling in control. Both of these types of measures are evident in the EEO items that were used to frame Coleman's analysis.
Coleman contended that certain "concrete" actions taken by students were critical for actualizing college attendance, including having ever read a college catalog, having ever written to or talked to a college official about going to college, and having definite education plans for the fall following high school graduation. Coleman showed that whites and Asians were more likely to have ever read a college catalog, regardless of their regional location, than blacks and Hispanics (who were the least likely to have read a college catalog). He also found this pattern to hold with respect to having conferred with a college official about attending college: here again, whites and Asians were the : most likely to have talked to college officials, and blacks and Hispanics the least likely to have done so. In addition, compared to whites and Asians, blacks and Hispanics were onethird less likely to report having definite plans to attend college in the fall following senior year (see Coleman et al. 1966, 284, table 3.13 .7). One of the major differences today is that students across all racial and ethnic groups have more exposure to college knowledge, including access to information on eligibility requirements for attending a four-year college and to advice regarding postsecondary options. Early in their high school careers, nearly 90 percent of HSLS:09 respondents talked to a parent, friend, teacher, or school counselor about attending college (see table 3 ). Blacks (93 percent) tend to do this more so than all other groups.
With respect to college eligibility-that is, taking advanced courses, having high grades, taking college admission tests, and receiving college recommendations from teachers or others-a higher proportion of blacks and Asians than whites and others recognize the importance of taking high school courses and college entrance exams, even if they do not actually participate in these preparatory activities (see table 3 ). With respect to actual participation, eleventh-grade black, Asian, and multiracial students are more likely than whites and Hispanics to report having attended a college tour, searched the Internet, talked to a counselor, or taken a course to prepare for college admission. Asians are the most likely to have taken a college entrance exam course and to have sat in a college class, both of which are highly related to four-year college enrollment.
What these types of measures fail to consider are the differences in resources that make such college exposure items translate into actual enrollment. For example, one of the most complex issues is securing financial resources to pay for college. Without proper information about the responsibility for and sufficiency of loans and scholarships, students may easily misunderstand how much college is going to cost. When receiving tuition and room and board information, students are often overwhelmed by the costs and sometimes have difficulty even understanding when their financial commitments are due. Another problem is Internet searches. Recent data released by the Pew Foundation show that low-income and minority students are less likely than whites to have access to computers, both in and out of school (Lenhart 2015) . While students can search the Internet through their phones, unless they have access to computers to complete and submit college applications, surfing the Internet can only do so much. It is difficult to apply to a four-year college on a phone.
suB jec Ti v e me asures oF sociaL BeLonging a nd aca demic commiTmenT
One of the major markers of adolescence is an increasing awareness of one's social and emotional feelings. Most adolescents experience to some extent increased feelings of stress, selfconsciousness, and loneliness in high school, coupled with a general decrease in interest in school subject matter (Eccles and Roeser 2010, 2011) . This is not, of course, the situation for all students. Both Coleman's analysis and most current surveys contain abbreviated measures of social and emotional learning. Some social psychologists maintain that blacks and other minority students feel a threat to their identity and feel that they do not belong at school (Owens and Lynch 2012; Steele and Aronson 1995) . Coleman developed a set of key subjective measures on these points; for example, one item that could be construed as a belonging measure was "whether the student wanted to come to school." Other subjective items that could be viewed as measuring academic commitment included "if something happened and you had to stop school now, how would you feel?" and "[do] you [want] to be a good student?"
Using items that measured self-concept, Coleman found that blacks and Hispanics were more likely to have a higher overall sense of self than whites. Similar patterns are found today. Some consider this to be a racial paradox-that students who may do poorly in school still have a high self-concept-and some have suggested that these results may be directly tied to low teacher expectations (Ulrich, Wilhelm, and Hanna 2014). Teachers may : p o s t s e c o n d a r y a s p i r a t i o n s a n d e n r o l l m e n t 6 5 provide messages to these students that they are doing fine and their work is acceptable when in fact that is not the case.
In terms of academic self-concept, Coleman used "how bright do you think you are in comparison to other students in your grade?" "feeling whether one can learn or not," and "would do better if the teachers did not go as fast." In general, responses to these questions were the same for blacks and whites; however, Asians and Hispanics had lower levels of academic self-concept (see Coleman et al. 1966, 288, tables 3.13.12 and 3.13.13) . With respect to objective behavioral measures of academic engage- : ment, the EEO items were fairly limited and included such questions as the number of books a student had read and if the student studied outside of school. Today blacks remain highly motivated in school (see table 4). Asians and blacks are the least likely, compared to other racial and ethnic groups, to perceive school as a waste of time. Yet there is a major inconsistency: blacks are the most likely to feel that individuals with bad grades can get good jobs after high school, that studying hard rarely pays off with a good The racial status of a small number of students is identified as "other," including non-Hispanic American Indian, Alaska Native, Native Hawaiian, and Pacific Islander. They are included in the "all" category but not shown in the table as a separate group.
job, and that people can do okay without graduating from high school. These responses suggest that while blacks may not view school as a waste of time, their view of working hard academically rarely translates into better career opportunities. This may be related to their views on discriminatory hiring practices as well as misinformation on the benefit of receiving a high school diploma. Blacks also have a higher sense of selfefficacy in math and science, but they are the least likely to report putting forth considerable effort in the hours they spend studying compared to all other racial and ethnic groups (see table 4). Similar inconsistencies between selfefficacy and effort are also found among multiracial students. Hispanic students generally show a lower level of self-efficacy on all of these items and report the least amount of time spent on studying. Regrettably, these findings are similar to ones in earlier national longitudinal studies (for example, Hafner et al. 1990) .
HSLS:09 has multiple measures that could be viewed as indicators of a lack of school commitment and general resistance to positive school behaviors. These school resistance measures include: cutting or skipping classes; being placed on in-school suspension; being late for school; being absent from school; and attending class without completing homework assignments or with no note-taking supplies or reading materials. Hispanics and other multiracial groups appear to exhibit more resistant behaviors, including cutting classes, being in class without homework, and not being prepared for class, whereas blacks, Asians, and whites report fewer incidences of such behaviors. Asians consistently demonstrate the least resistance to school protocols and expectations and a greater tendency to avoid negative school behaviors.
W h aT is mis sing?
These descriptive statistics suggest that the reasons why minority students fail to enroll in college are not entirely clear. For example, blacks have concrete knowledge of college admissions, have high self-efficacy, engage in relatively low levels of misbehavior, and value the importance of college entrance exams, yet do not proportionally enroll in college compared to whites, who sometimes do not show these same positive patterns. Looking back at ninth grade, blacks, Hispanics, and multiracial students are less likely to plan to take advanced courses in mathematics and to find it useful for college admission (see table 5 ).
5
The value of college preparatory coursework has become a major policy lever for increasing college readiness at state and district levels. Many states and large school districts are identifying and requiring more advanced-level coursework, especially in science and mathematics (Jacob et al. 2015) . The problem with this policy is that poorly resourced schoolsthose most likely to serve low-income and minority students-are often less likely to have teachers with the necessary qualifications to teach advanced courses in science, mathematics, and other core academic subjects. Additionally, many students lack the fundamental knowledge base to succeed in courses where the material requires earlier knowledge and skill proficiency (Covay Minor et al. 2015) .
Using high school transcript data from HSLS: 09, we find that Asians and whites are more likely to be in highly concentrated academic courses than other racial and ethnic groups (see table 5). Blacks, Hispanics, and multiracial students take lower-level courses in mathematics. In fact, ninth-grade blacks are the most likely to be in math classes below algebra. And similarly, blacks are also less likely to have taken courses above Algebra I (25.6 percent) in comparison to whites (38.8 percent) and Asians (62.6 percent). Hispanics, while not the lowest in math level at ninth grade, fail to complete more than a second year of algebra through high school. At the very highest end, we find that blacks are the least likely to earn Advanced Placement (AP) or International Baccalaureate (IB) credits (earned by 23.7 percent 5. This same avoidance of math in forming college plans can be found in the first follow-up (calculations available from authors by request). These responses are particularly troublesome given that taking advanced mathematics in high school continues to show positive effects on earnings (Rose and Betts 2004) and, more recently, on mortality (Warren et al. 2015) . 
:
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of black students on average, whereas the average for all students is 36.4 percent). It would seem that, even though minority students are receiving college information, that information alone is not enough to help them make a successful postsecondary transition. We argue that course preparation and information are key to college enrollment but have differential effects on the type of postsecondary institution a student attends. We argue that how college information is acted upon with respect to course-taking and other behaviors provides significant insights into how educational inequalities continue to manifest themselves at the postsecondary level. In the next set of analyses, we disentangle concrete college knowledge from academic preparation to understand how the allocation of resources may be undermining equality of educational opportunities for minority groups.
modeLing coLLege enroLLmenT
The following multivariate analysis uses data from the ninth grade, eleventh grade, and 2013 update to predict college enrollment. Our analytic sample contains the 15,237 students who participated in all three waves. The outcome measure is both anticipatory and actual enrollment as of November 2013 in a four-year bachelor's program, in a two-year program, or in a certificate or other training program; not engaged in postsecondary education; and a category for those who reported that they didn't know what their status would be as of November 2013. Since the 2013 update survey was conducted from June to November 2013, we have included in our model a covariate for the timing of the students' responses. We include this category recognizing that some of those who responded with "don't know" might have been considering multiple options for their future plans. In the next follow-up survey, we will be able to unpack and determine a status designation for those in the "don't know" category. These students tended to be poor and minority, from non-intact families, and limited in their college knowledge, which may explain why they responded "don't know" (see table 6 ).
Another important category is enrollment in certificate and training programs; these students tend to have higher aspirations than those who are not attending any type of schooling after high school. For example, 25.6 percent of students in certificate or training programs reported that they wanted to attend graduate school when they were in eleventh grade, whereas only 16.6 percent of their non-collegegoing peers had that aspiration. These individuals had better academic preparation than those who stopped their education after high school. However, they had limited college knowledge (see table 6 ).
In our first analysis, we conduct a multinomial logistic regression with the omitted category "those students who do not expect by November 2013 to be in any school program (n = 3,877)." 6 The models contain demographic information, aspirations at eleventh grade, and subjective and behavioral measures. The two major dimensions we focus on are college knowledge (by which we mean exposure to college education) and college academic preparation. For those covariates with missing values (ranging from 0.1 percent to 4.6 percent), we created indicators to identify missingness patterns. Regression models are weighted using panel weights.
Examining raw differences among racial 6. We also conducted an ordered logistic regression that took into account the ordered categories of postsecondary education programs, from the lowest-ranked category ("not in school") to "certificate or other training" and "associate's degree," to the highest-ranked category ("bachelor's degree program"), excluding the category of "don't know." The results (reported in appendix table A1) basically do not change our main conclusions from the multinomial logistic regression reported in table 7. We chose to use results from multinomial logistic regression for two major reasons. One assumption of ordered logistic regression is that the relationship between predictors and ordered (ranked) outcomes is linear. That is not the case in our data as shown in multinomial logistic regression. For example, being Hispanic (as compared to being white) or aspiring to get an associate's degree (as compared with aspiring to obtain no more than a high school diploma) are not linearly correlated with the ordinal category of college enrollment. Second, multinomial logistic regression estimates allow for a more nuanced understanding of the association between individual or contextual factors and a particular postsecondary education group. The racial status of a small number of students is identified as "other," including non-Hispanic American Indian, Alaska Native, Native Hawaiian, and Pacific Islander. They are included in the "all" category but not shown in the table as a separate group.
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: groups, blacks and Hispanics are less likely to attend four-year colleges. Approximately 21 percent of blacks would attend a four-year college, whereas for whites that figure is 36 percent (see figures 2 through 4). As shown in figure 4 , the baseline difference in four-year college enrollment between blacks and whites is about fifteen percentage points. When adding demographic covariates, the difference is reduced to about 3.6 percentage points, sug- 
gesting that the black-white gap in four-year college attendance can largely be explained by individual and family characteristics. Similar patterns are observed for the outcome measure of any postsecondary enrollment (including certificate or training programs, two-year programs, and four-year programs).
It is important to recognize these baseline differences because, when we include covariates, essentially we are homogenizing individual and contextual factors that previously have been shown to be distinctive. For example, only 10 percent of black students are in advantaged families (the highest quintile of the socioeconomic status composite score in HSLS: 09), whereas 28 percent of whites are. Table 7 shows results from our complete analytic model. When we estimate educational aspirations, exposure to college education, subjective and behavioral measures, and college preparation, then blacks are as likely as whites to attend four-year colleges. A similar pattern can be found for Hispanics. Overall, those who enroll in four-year colleges tend to have families with more advantaged resources and to reside in two-parent households.
With respect to aspirations, not unexpectedly those in more advantaged families tend to have higher ambitions. Those who aspired to attend a four-year college when they were in eleventh grade were nearly twice as likely to expect to attend graduate school. Four-yearcollege-goers are also more likely than students in the other categories to be academically oriented, although they tend to have low feelings of efficacy in math and science and they are less likely to misbehave. As for exposure to college, we find that students in fouryear colleges are more likely to have taken college tours, searched college guides, or taken a college entrance preparation course. For example, compared with high school graduates who never went on a college tour, the predicted probability of enrolling in a four-year college for those who did go on a college tour increases from 26.5 percent to 31.7 percent (odds ratio = 1.628, p < 0.001). Students in associate's degree programs tend to have taken a college class; we suspect that this may be the consequence of dual enrollment opportunities in all types of high schools and that these classes were not necessarily rigorous in their content (Marken et al. 2013) . However, it is students in two-and four-year college programs who are the most academically prepared, who took more academic courses in high school, and who took at least one advanced math course and received college credit. 7 The predicted probability of attending a four-year college increases from 26.9 percent to 32.5 percent (odds ratio = 2.267, p < 0.001) for those students who graduated from a college preparation program in high school (that is, they completed four English credits, three math credits, three science credits, three social studies credits, and two foreign language credits).
In our final analysis, turning back to Coleman's findings comparing the college knowledge of whites and blacks and employing a model of both college exposure and preparation, we find that exposure is beneficial for blacks compared to whites. We also find, however, that the major determinant of college enrollment for blacks is preparation (see table 8 ). Table 5 shows that blacks are less likely to take more advanced math courses. When blacks have completed a college class in high school, they do not seem to gain the same benefit that whites do from this experience. Blacks are more likely to attend a two-year institution (the predicted probability increases from 23.5 percent to 32.8 percent; odds ratio = 2.535, p < 0.01), not a four-year institution.
What might be the problem here? One explanation could be that blacks have less access to financial resources and two-year colleges are less expensive, so they are more likely to attend these less selective institutions even though they have taken advanced classes in high school. However, we suspect that the reason lies with the quality of the courses that the students are taking. Recent analyses of high school transcripts have shown that black students are more likely to enroll in advancedlevel courses that in actuality are less rigorous than their course title would suggest (Kim 2015) . They also are more likely to fail these courses and take them again the first semester in college (Saw 2016a) .
discus sion
This study compares EEO findings on the postsecondary aspirations, preparation, and enrollment of young students in the 1960s with the most recent national cohort of high school students who participated in the HSLS:09. Similar to the EEO report, our results show that today's black students, along with their Asian peers, have higher college aspirations than white, Hispanic, and multiracial students. However, despite major reforms in the past five decades, we continue to find gaps between whites and Asians and blacks and other minority groups (Hispanic and multiracial) regarding four-year college enrollment. While one-third of whites and half of Asians enroll in four-year colleges in the fall following high school graduation, that number is only about one-fifth for blacks, Hispanics, and multiracial students.
To investigate the factors influencing postsecondary enrollment, we build on and extend Coleman's ideas of examining the variation in college knowledge and subjective measures of social belonging and academic commitment among racial and ethnic groups. The multivariate models we conduct analyze HSLS:09 survey and transcript data, including measures of academic preparation, which were omitted in the EEO study. Results from our models show that school interventions designed to increase students' knowledge about postsecondary education, such as meeting a college admission counselor and taking a college class while in high school, have little impact on college enrollment. Instead, we find that academic preparation, such as completing a set of college preparation curricula or earning AP and IB credits, is a powerful predictor for college matriculation. Given the importance of academic preparation in determining postsecondary enrollment, we also find that black, Hispanic, and multiracial students, who are underrepresented in higher education, appear to have completed fewer of these academic preparation activities. These results suggest that it is the stratification of the learning opportunities that students experience in school rather than their personal effort that is the major factor impacting their transition from high school to college.
7. The findings are consistent with another set of important studies by Coleman and his colleagues (Coleman and Hoffer 1987; Coleman, Hoffer, and Kilgore 1982) and later work by other scholars (Bryk, Lee, and Holland 1993; Lee et al. 1998) showing that the advantages of Catholic schooling can primarily be attributed to its constrained academic organization and more rigorous curriculum. Similar to prior studies, our models estimating college enrollment control for a comprehensive set of individual, family, and school factors. Such a multivariate modeling strategy can provide empirical evidence on the relative importance of certain factors in influencing college-going outcomes. However, homogenizing individual and contextual factors that have been shown to be different across racial and ethnic groups runs the risk of overlooking the inequality in college enrollment based on social and racial status. Hence, we highlight the baseline differences in postsecondary attendance, which show that at the group level the gap in college enrollment between advantaged groups (white and Asian) and disadvantaged groups (black, Hispanic, and multiracial) persists.
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With or without controls, our findings need to be interpreted with some cautionary limitations. The college outcome measure used in this study is limited to the immediate postsecondary enrollment status following high school graduation. It does not capture the delayed college-going behaviors that tend to be found among students from minority groups and low-income families. Our analyses do not include outcome measures on college persistence and graduation. Racial and ethnic gaps in college completion could be larger than the gaps assessed at initial postsecondary enrollment. Another data limitation is that HSLS: 09 lacks measures of family wealth (such as household assets and debts), which might be an important confounder of our models. Prior studies have shown that family wealth has a strong impact on college enrollment, net of income and other measures of socioeconomic background (Conley 2001; Jez 2014) . Dalton Conley's (2001) study shows that, when controlling for parental wealth, black students have a net advantage in the likelihood of college attendance.
Many interventions have been implemented to ease the transition from high school to college, especially for low-income and minority students (Schneider, forthcoming) . These interventions tend to be of the college exposure type. And while many states have mandated that students take more advanced courses for high school graduation, somehow the implementation of these policies has not reduced the inequities in college enrollment among blacks and whites, as well as among Hispanics and multiracial groups. Why is this the case? Over the past several years, we have been examining differences in the course-taking patterns of students (Kim 2015) , school characteristics that can undermine the implementation of policies (Saw 2016b) , and larger macroeconomic conditions that have had significant impacts on schools serving low-income and minority students (Covay Minor et al. 2015) .
We have found that in many low-income and minority schools, there are fewer teachers who are able to teach the more advanced courses in subjects such as math and science. To meet state requirements, teachers have to be shifted around, and sometimes the teachers in these courses are only provisionally certified. Moreover, teachers in these schools are more likely to be inexperienced and to leave after one or two years, creating an unstable school environment. Additionally, larger state financial crises have reduced general funds for education, and enrollment patterns in high schools tend to be quite unstable, with considerable movement of students throughout the academic year. Unfortunately, all of these conditions, which have implications for preparing students to transition from high school into college, have been more common for a considerable proportion of low-income blacks and Hispanics, who are more likely to live in racially and ethnically concentrated areas that are ridden with high levels of poverty and have limited social and economic resources.
Coleman had foresight in recognizing the importance of college exposure in explaining postsecondary attainment, but he overlooked the possibility that the curriculum would become so diversified by race and social class, with everyone now in the college track. College exposure is now a mechanism that one can find in nearly every type of high school regardless of race and ethnicity. What Coleman did not foresee was that variation in school quality, especially on issues of college preparation, would continue to remain so stratified among schools serving predominantly low-income black students and those serving mostly middle-and upper-class whites. We continue to have racial and ethnic gaps in college enrollment despite decades of reform primarily be-
cause those reforms have failed to focus on the core objective and subjective learning experiences that are crucial for transitioning to postsecondary education.
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